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A PAIRJill-ASSOCIATES L:E:ARIUHG TASK TO GOI/IMUNICATION 
Gra•::e Blanchard 
The study examined the relationship of Communication 
Skills training to attitudes tov1ard the self and to rate of 
legxning., 
Sixty fifth-grade subjects from two J!Ublic school class-
rooms were tested twice, before and after treatment, on t~e 
Piers-Harris ·';hildren 1 s Self-Concept Scale and a Paired-
Associates I.earning task. The latter test, administered orally 
I 
and individually, consisted of ten pictures of common objects. 
All ten :pairs ·were shoYm to ee.ch subject after which only the 
first picture of eg,ch pa.;-r was presented ana. the subject was 
askec1 to rec2..ll its nicture-associate. 
The Piers-Harris scale entitled, "The Way I 'Peel A'i)0'\.1t 
i1yself," a self report instrument, was administerecl in r~rou-p 
form. 
'3'ifteen subjects from each cJ.assroor11. v.rere randoml~r 
a~· signed to the treatment group. ~rhe rern.ainj.n_,~ thirty 
subjects became the control group. 
Tbe subjects in the treatment group were randomly sub-
divided into six sections of five each ( st:r·atified by sex). 
?ach section was arbitrarily assigned one nale and one female 
grou-p leader. 
The treatment (Communication Skills training) 'l'i8.S given 
in fifteen forty-minute -nerioa.s on consecut:i.ve school days. 
It consiste0. of planned experiential lessons a.esigned to give 
the Sl.:t.bjects opportunities to deal with their concerns in 
small grou'Ps in an environment where a therapeutic relation-
ship could be experienced. 
The subjects in the control group remained in their own 
classrooms during the treatment period and were expected to 
do their usual class w·ork. 
Three null hypotheses were tested: (1) that fifth-
grade subjects who have participated in Co1!ll!lunication Skills 
training will not require sie;nificantly fev:er trials to meet 
the criterion of master:y in a Paire(l-Associa tes I,earning task 
t'h..an subjects who ...,vere in a Control grouj), (2) that fifth-
grade subjects who have participated in ':::ommunication Skills 
training will not make significantly fewer error..§. in meeting 
the criteri.on of mastery in a 'Pairec.-Associa tes T.Jearning task 
than subjects who were in a Control gro'xp, ( 3) that fifth-
grade subjects who have participated in ~ommunication Skills 
training will not report sic;nificantly higher scores on the 
Piers-Harris self-conce'Pt scale than subjects who were in a 
Control group. 
Hypotheses one and two were accepted. 1-Iypothesis 
three was rejected at the .001 1evel of' confidence. 
It was concluded that increasea positive acceptance of 
self in the fifth-grade subjects was significantly related to 
Communication Skills tra2-ning. Control t:,Toup data affirmed 
that changes in self-concent did not occur within the envi.ron-
ment created by conventio:1al teo=tching methoa.s. ~7hile the 
differences between groups on the learning +.:::t8lr were not 
significant, they were in the predicted fl.irection, when post-
treatment scores were con::oared to nre-treatment scores. 
~ .. 
Tt\:r+.her research, with a 1onger treatment period, may show a 
more significant relatj.onship bet•neen Communi.cation Skills 
training and Paired.-Asso~ia tes L9arning. 
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INTRODUCTION . . 
The affective domain of human development has long 
been largely ignored in tile elementary school classroom. 
Children often must cope with feelings covertly, peripheral 
to the classroom experience, or completely outside o:.: it 
with friends or a counselor or most likely alone. The feel-
ings of a child who fails a. test or who ts ridiculed by 
peers are jus·t as potent as those of his father v1ho mew lose 
his job or of his mother who is unable to make friends. The 
child's feelings should not be ignored in the classroom anJr" 
more than his father's or mother's when the crisis occurs. 
John Holt (1964) describes teaching as a process of m11tual 
discovery, interaction, and exploracion of the self as well 
c.s of otb.er people and subject matter. This kind of teach-
ing requires that the affective side of human development 
be considered an integral part of all learning. The teacher 
needs not only to recognize the importance of communicatton 
skills but also to teach them. daily by her behavior and also 
by making them explicit through daily lessons. It is also 
necr.~ssary to provide a classroom environment ·where childrr ..m 
and teachers interact in an open and honest vvay, so children 
will experience this way of approaching the hu..rn.an problems 
they encounter (ASCTI Yearbook, 1962). 
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If childr-::n have been in a traditional school situation 
for three or four years, it appears that definite training 
in communication skills where children are encouraged to 
talk about their feelings and significant experiences is 
needed (Moustakas, 1969). 
For~any young people, the school is second only to 
the home as a determiner of the self-concept. vVhen a child 
is valued and respected, he learns to value and respect him-
self. A child learns who he is from the ways in which he is 
treated by those who surround him (Combs, 1962). 
Two decades ago there were many expectations that the 
use of group process procedures in the classroom would lead 
to the education of the whole child. These expectations 
have not led to ex·::ensi ve, solid work until very recently. 
Except for an article by Trow and others (1950), the con-
tinued work of Thilen (1950, 1954, 1960), and its extensions 
(Flanders, 1954, 1960) and earlier work at Teachers College, 
Columbia University (Miel, 1952; Cunningham, 1951), there 
has been little inquiry into attempts to establish a proce-
dure to incorporate the insights of group process training 
into regular classroom situations. 
Beginnings have been made. Jensen and Parsons (1959) 
contr.i.buted to group process procedures in a review of class-
room-relevant studies. Even though there have recently been 
an impressive number of classroom groun behavior studies 
stimulated by the Co-operative :tesearch :Branch (see Office 
of Education, 1962), we still have no widespread use of models 
by which to teach elementary school children how to communicate 
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In the past few years, several projects have been 
started in which the affective and cognitive aspects of 
learning have been combined. George Issac Brown, director 
of the Ford-Esalen Project, developed sample lessons com-
bining affective learning with the traditional public school 
curriculum. James J. Foley, director of the Human Relati'Ons 
Educational Project of Western New York, has been successful 
in using inductive learning eXJ.>eriences in the affective 
domain to improve inter-personal relations. Gerald W(~instein 
and Mario Fantini, supported by the Ford Foundation, concen-
trated their explorations in the realm of affect to develop 
a model for curriculum development that leads toward a more 
humanistic education. Terry Borton, Harold c. Lyon, Jr., 
and Carl Rogers are also members of the gradually growing 
group of people interesteJ in humanistic education. 
In the present investigation, the writer is concerned 
with the exploration of the merits of affective education 
through the inclusion and evaluation of learning experiences 
designed to improve interpersonal relationships in fifth 
grade children. 
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P1JRPOS~S OF THE 3TUJ1Y 
Th.e purpose of the study was ·to show that communication 
skills training could help fifth grade students improve not 
only their self-concepts bu.t also their learning ability. 
Certain notions, ~artly substantiated by research, were used 
to design this study to provide empirical evidence u:,pon 
which to base these beliefs. The notions upon which this 
study is based are: 
1. that communication skills should be an integral 
-part of the curriculum. of the elementary school; 
2. that communication skills can be taught effectively 
b;y 0lassroom teachers, parents, and older students 
who have a minimum amoun·t of train:i_ng in intej;·-
personal relations and group process skills; 
3~ that communication skills training can lead tc an 
increase in positive self-concept; 
4. -that communication skills training can be effective 
in increasing learning; 
5. th8.t the commo;1 concerns which exist among children 
in regard to their relationships with others can 
be need to develop lessons that encourage children 
to de;al with themselves and others in such a wav •1 
that these concerns no longe.c interfere ·,¥i-th th~ 
formation of positive self-concepts and with 
learning ability·. 
The present study was designed to substantiate the 




The following nTill hypotheses were tested: 
(1) Fifth-grade subjects who have participated in 
Communication Skills Training will not require significantly 
fewer trials to meet the criterion of mastery in a ?aired-
Associates Learning task than subjects who were in a Control 
group. The statistical significance level was set at 1l ~ • 05. 
(2) Fifth-grade subjects who have participated in 
Communication Skills Training will not make significantly 
~ewer errors in meeting the criterion of mastery in a 
Paired-Associates TJearning task than subjects who were in a. 
Control grou~. The statistical significance level v~s set 
at 11 ·< .05. 
(3) Fifth-grade subjects who have participated in 
Communication Skills Training will not report significantly 
higher scores on tbe :Piers-Harris Self-Concept scale than 
subjects who were in a Control group. The statistical signif-
icance level was set at J2. z.05. 
CHAPTER I 
REVIEW OF THE LITERATURE 
The central purpose of this review is to present a 
theoretical framework bear·ing on the influence of peer 
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and adult relationships to self-concept and school achieve-
ment. A second p1lrJlose is to present a theoretical frame-
•,.,ork bearing on the relatior~ehip of communication skills 
training to self-concept and ~chool achievement. 
Outline of Relevant Research 
The literature discussed in this chapter was selected 
for relevance to the following aspects of ·t:hl.s study: 
1. The development of a strong self-concept seems tc: 
depend upon many inter-related factors. 
2. Achievement depends, to a large degree, on feelings 
of self-worth. 
3. Relationships with significant others are important 
in the development of the self-concept. 
4. The self-concept can be changed when an individual 
experiences a therapeutic relationship. 
5. The theory, upon which the Communication Skills 
Training is based, is a blend of several philoso-
phical and. theoretical formulations. 
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The research that is rele"~tant to the central purpose 
of this review, the influence of significant relationships 
on the ~elf-concept and school achievement, is described in 
the following section. 
1. Development of a S:trong Self-Concept 
The development of a strong self-concept seems to 
depend on many inter-related factors. These factors include: 
self-value; self-acceptance and acceptance by others; accu-
rate self-perception; congruence betwe'9n ideal and actual 
self-concept; achievement; and relationships with signifi-
cant others. 
Self-Value Related to the Development of a Strong Self~Concept 
The degree to which an individual is able to value 
himself determines the degree to ~nhich he is able to lead 
a confident, productive existence. 
"All people in our society (with a few pathological 
exceptions) have a need or desire for a stable, firmly based, 
usually high evaluation of themselves, for self-respect, or 
self-esteem, and for the esteem of other~.~~ (Tiia.slow, 1954, 
p. 90). The -place of' self-value in behavior is supported 
by data from other sources. "It seems that nowhere and at 
no time on this once vast globe has ~an been able to perform 
effectively unless he had a basic sentiment of self-value. 
Unless the individual feels worthwhile, life grinds to a 
halt 11 (Becker, 1964 9 p. 113). Becker states that acting 
for long without self-value creates damaging effects on an 
9 
individual's personality. 11 Satisfaction of the self-esteem 
need leads to feelings of self-confidence, worth, strength, 
capability, and adequacyt of being useful and necessary to 
the world, but thwarting of this need :produces feelings of 
inferiority, of weakness and helplessness" (Maslow, 1954, 
p. 91). Maslow and Becker both support the idea that every-
one needs to feel confident of his value if he is to reach 
toward a full and rewarding life. Feelings of inadequacy 
lead one to behave in an inferior manner. 
Self-Acceptance and Acceptance by Others Related to the 
Development of a s-q:_9ng Self-Ct.>ncept 
Closely related to self-value is self-acceptance. 
Self-acceptance and acceptance of others is a circular 
:process with each factor reinforcing the other. Hurlock 
(1964) identified self-acceptance as an aspect of the self-
concept. She saw self-acceptance as self-confidence evi-
denced by willingness to cope with various life :problems. 
She found that self-acceptance occurred when an individual 
accepted other :people as well as feeling accepted by them. 
Sheerer (1949) describes the accepting person as an indivi-
dual who recognizes not only his weaknesses but also the 
abilities and good qualities that he finds in himself. 
An individual's :perception of his physical appearance 
and size and athletic ability seems to influence his self-
evaluation. Creelman (1954) found that appearance was an 
imnortant factor in the self-evaluation of fifth-grade girls. 
Capple ( 1961), in a s·tudy of 102 fifth-grade boys, suggested 
' •• - - J. ~ ' • • -< • 
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that others' judgements of their skills, esFecially motor 
skills, affected the self-concept of these boys. !'\.n indi-
vidual's self-perception depends to a great extent on the 
v.Jay he perceives that significant others evaluate him. 
Sears (1963) also bears this out in a study of middle-grade 
girls whose self-reports of p:hysical abiiity were related 
positively to teacher's ratings of physical ac·tivity. Sears 
also suggested that this self-concept of physical abili~J 
influenced not only social life but also general attitudes 
toward school. Gordon (1959) reports similar findings in a 
study that indicated that a child's perception of the way 
that others regard his physique, physical size and appear-
ance, affects his self-attitude. 
The degree to ·which a person is accepted by others 
seems to be influenced by his acceptance of himself. 
Helper (1958) found that boys who showed greater self-
acceptance were more popu.lar on sociometric indices. This 
concept was ,':::eneralized by Jersild (1952) when he inferred 
that there is a :positive correlation between relationships 
with other neople and knowledge and acceptance of the self. 
Accurate Se1 f-Percept =!:_on Re1 a ted to the :.Development of a 
ptrong Self-Concept 
The knowledge of the self tbat Jersilcl mentions 
includes the self-insight necessary to make an accurate 
evaluation of the self. Having accurate self-perceptions 
contributes to good adjustment. Two s-'rudies conducted by 
Rogers (1948) emphasize the importance of an accurate self-
evaluation. This research, based on case records of 
delinquent adolescents, showed positive correlations with 
11 
later adjustments, with self-insight yielding the highest 
correlations. The factors most related to later adjustment 
were realistic perceptions of self and environment and self-
acceptance. 
Ausbubel, Schiff, and Gaser (1952) found in their 
study of sociempathic ability (perception of own and others• 
sociometric status) in several grade levels (3-12) a high 
positive correlation between measures of actual and predicted 
sociometic status. Most of the accepted children were 
accurate in their prediction of how they would be rated by 
their peers. This indicates that accuracy of self-percep-
tion may be a necessary condition for acceptance by others. 
Congruence Between Ideal and Actual Self-Concept and the 
pevelopment of a Strong Self-Concept 
Another factor affecting the development of a strong 
self-concept is the amount of congruence between th~ ideal 
and the actual self-concepts. 
Most children seem to have some notion about who they 
really are, and about the way they would like to be. The 
child's self-conce~t is his honest evaluation of himself, 
while the ideal-self is the way he 1 d like others to perceive 
him. Bigge and Hunt (1962) suggest that many people iden-
tify the ideal-self with "conscience''. As a child evaluates 
his behavior against an ideal (which may be what the signi-
ficant adults in his life say, by words or actions, that he 
should be), the ideal-self emerges. 
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Low co~ruence between the real and ideal-se~f des-
criptions almost always results in low self-esteem and poor 
adjustment (Rogers and Dymond, 1954). This lack of congru-
ence is shown in different ways by different people• Child-
ren often try to hide their low self-esteem by showing a 
facade of imagined superiority and behaving in ways to 
attract attention to thewselves (Eonime, 1954). or a child 
may set low goals for himself because of his fear of failure. 
I~ setting low goals, he tries to camouflage feelings of 
inadequacy. He also may stay away from activities which will 
bring prominence and leadership because of his lack of con-
fidence in his ability (Thompson, Gardner, and DiVesta, 1950), 
Feelings of inadequacy are generated by a large discre-
pancy between what a person believes he can do and What he 
believes he should do. A person is better able to function 
nearer his potential when his ideal and actual self-concepts 
are congruent. 
2. Achievement 
Achievement depends to a large degree on feelings of 
self-worth. Combs and Snygg (1959), in their perceptual 
approach to individual behavior, believe that a child learns 
what he perceives he is able to learn. 
Establishment of a Positive Relationshi~ Eetween_}Chievem~ 
and Self-Concept 
A study in this area ( Worme11., 1963) revealed a cir-
cular relationship between the perception of self and the 
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utilization of intellectual ability, one reinforcing the 
other G I.ow achievers a-ppeared to be acquj.ring negative 
learnings about the self while in the process of failing to 
reach their academic potentials. Once a child has established 
a pattern of academic failure in school it is very difficult 
to change tr:is self-validating experience. After a child 
has failed, aGcording to Borislow (1961), he has a poor 
conception of himself as a student regardless of the value 
he places on scholastic achievement. 
'Many studies relating achievement and self-conce}:t 
agree that there is a positive relationship between the two, 
Generally when an individual's achievement goes up, his 
self-concept becomes more positive. In intensive case 
studies of six elementary school children, W~ite (1963) 
found academic achievement in general harmony with concept 
of self. Fink (1962) found this relationship to be especi-
ally true for boys. Shaw, et. al. (1960), Lowther (1961) ana 
Roth (1959) all found a positive correlation between achieve-
ment and self-concept. 
Reading is often considered one of the more important 
subjects taught in the elementary schools, Lamy (1962), 
Carlton (1963), and Bodwin (1957) fo'\J.nd that personal ade-
quacy ana adeq_uacy in dealing with various aspects of the 
child's world were found to be -positively related. to success 
in readi.ng. 
Achievement, as commonly measu.recl within the pu"clic 
schools, seems to depend to a large extent on the feelings 
of general adequacy of the individual. Intelligence and 
attitudes of significant others in a child's life also 
contribute to his general functiontng. 
Relationship of Intelligence to Achievement 
14 
Intelligence as a factor in achievement may not be as 
significant as man;)r educators consider it to be. Harris 
(1960) reported that an extremely large number of researchers 
usj.ng various tests and various criteria of scholastic 
achievement have found the correlation of intelligence and 
achievement in school to be rather low (.40 to .50 range). 
Relationship of Significant Adults to Achievement 
Perhaps children should have more choice in selecting 
their teachers. Schumuck and Van :Sgmo :cl ( 1965) suggest 
that congruence between a child 1 s and teacher's atti i.illdes 
and a child's expressed satisfaction vvith his teacher are 
important influences u:pon academic achievement. It also 
appears to ·be important for parents to be posi tj_ve in their 
attitudes toward scilool if they want their daughters to 
achieve at e, high level. Schmuck anCl. Van ~gn1ond found that 
perception of parents' attit'.ldes to·ward school seemed to be 
important to girls. 
Self-concept, intelligence, adult and peer attitudes 
are all factors that ir.1fluence school achievement, This 
researcb. suzgests that there ma~r be many more vartables 
confounding the ~elationship between achievement and reported 
self-concept. 
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3. Relationshins With Significant Others 
The single most important influence in the develop-
ment of the self-concept seems to be interaction with 
other people. "It is to be expected that the things which 
an individual sees and believes about himself are, to an 
extent, d.etermined by what others believe about him. Such 
a view is clearly in accordance with the \'VI'itings of Cameron, 
Cooley, Mead, Newcomb, Rogers, Sullivan, and Snygg and 
Combs" (Jl1anis, 1955, p. 362). The way that the child per-
ceives that he is regarded by those important to him is 
significantly and positively correlated with the self-concept 
(Brookover, et al., 1964). Videbeck (1960) reinforces this 
viewpoint that the attitudes of others greatly influence an 
individual's self-perception. Videbeck found that the dis-
approving reactions of a significant other resulted in a 
significant decrease in self-regard. Kohn (1961) also con-
cluded tLat evaluations made by others influence self-
evaluations. 
Influence of Peer Attitudes on the Self-Concept 
Children of certain ages seem to be particularly 
influenced by the attitudes of their peers. Barclay (1965) 
suggested that children can be influenced to adopt a 
particula.r behavior because of the opinions of their peers. 
In a study of 226 fifth-grade su.bjects, parents and class-
mates each evaluated the subjects. The self-peer relation-
ship and the self-parent were both positive for evaluative 
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ratings and activity ratings. The finding of Waisman (1962) 
also indicates the importance of peer atti~1des to young 
adolescents. Waisman concluded that young adolescents 
reflect the group's attitu&e toward them in their perceptions 
of themselves. Relationships with significant others are 
very important in forming and reinforcing self-attitudes. 
4. modi:fying The Self-Concept 
Research indicates that the self-concept is slow to 
change but also suggests the possibility of modifying it 
through certain kinds of relationship with others. A ther-
apeutic relationship seems to be necessary for a person to 
~hange attitudes. A therapeutic relationship will be dis-
cussed in more detail in a later section. 
Influence of a Thera eutic Relationshi on the Self-Conce t 
Studies by Raimy, Rogers, Hartly, and others indicate 
that the following changes in the self-concept do occur in 
therapy (where a therapeutic relationship exists): 1) the 
self becomes more positive; 2) it becomes more congruent 
with the self-ideal; 3) it becomes more self-consistent 
(Taylor, 1952). This supports the thesis that changes in 
self-evaluations do occur when a therapeutic relationship 
exists. 
Influence of a Good Friendship on the Self-Conce~ 
A good friendship is a kind of therapeutic relationship, 
and 
11
'When an individual's friends do not confirm his beliefs, 
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he will seek to increase confirmation by (a) exerting pres-
sure on them to change their views, (b) correcting his own 
mistaken impressions, or (c) simultaneously following both 
of these courses of action" (Manis, 1955, p. 362). 
Influence of Group Counseling on the Self-Concent 
Group counseling also is characterized by a thera-
peutic relationship. Chap1an (1957) found that boys (ages 
12-15) who participated in group counseling and directed 
social relations were able to increase the correlation 
between their self and ideal-selves over a school term. 
Influence of Classroom Teacher on the Self-Concept 
A classroom teacher can also provide a therapeutic 
relationship for a student or a gToup of students. Perkins 
(1958) found in a study that sixth-grade subjects were able 
to increase their self-ideal-self con~~encies with the help 
of their classroom teacher who had completed an in-service 
child study program. 
Changes in self-concept do occur in therapy, good 
friendships, group-counseling, and in the classroom. The 
element common to all of these situations is a therapeutic 
relationship. The next section will discuss further the 
necessity of the existence of a therapeutic relationship 
in order for significant changAs to occur in the structure 
of the self-concept. 
The problem. that is pres<?;;ted by the research and tlJa 
one accepted by the experimenter then is to provide an 
····:. 
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environment that ~.vill break the cycle of failure and make 
it :possible for each individual in the Treatment group to 
experience success in interpersonal relationships and as a 
result, to experience positive changes in self-concept and 
achievement. 
5. Theory Formulation for Commu~cation Skills Training 
Since man is: (1) a r·eactive being who can be 
conditioned and reconditioned; (2) a being who is in the 
process of becoming; and (3) a being who develops and 
changes (his self-concept) in complex inter-relations with 
othera, this researcher has attempted to combine many 
theories in developing the Communication Skills Tratning 
provided for the Treatment group in this stu~v~ 
Communication Skills Train?-ng: A Elena. of ~~Iany Theories 
In order to form a more complete approach, the blend-
ing of client-centered counseling; and group process, T-
group, and social learning theories with an existential 
orientation was attempted. These theories all share a 
common view of human beings (Patterson 1966). An indivi-
dual is ca~able of changing; an individual experiences ~ain 
or unpleasantness in the presence of conflict; and an indivi-
dual's behavior is influenced by anticj.:pa tions, hopes, or 
expectations. 
The Therapeutic Relat i~s}tip: .J.ts Im12ortance and Definition 
Another unifying element is that all the thera-pies, 
to different extents, depend on a, relationship. Goldstein 
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(1962, p. 105), in reviewing the literature concerning this 
subject, stated, "There can no longer be any doubt as to 
the primary status which must be accorded the therapeutic 
relationship in the over-all therapeutic transaction." 
Thus, this therapeutic relationship is not only very 
important but very complex, with many various aspects. 
Patterson (1966, p. 500) describes it in the following way: 
"It is not simply a cognitive intellectual, impersonal rela-
tionship, but an affective, experiential, highly personal 
relationship. It is not necessarily irrational, but it has 
nonrational aspects. The nat'-'""'~ uf man's tie to his fellow 
man is essentially affe<.;tive. 11 
The therapeutic relationship is characte-r·ized by open-
ness, sincerity, spontaneity, ?.~cepte.nce, caring, and trust. 
If these cha.racteris4;ics can be exper·trmced b;r all members 
of a group, the relationship w:.11 bo more effecti•re. Within 
this relationship, an j""ldividual is able t;- experience 
thoughts and feelings th"'l.t he might otherwise find too 
threatening. Patterson ( 7.966) ~,.J. ·,;-- points out that since 
most problems involve interpers:.;·n'3.l relations, that the 
therapeutic relationship provides the needed opportunity for 
an individual to practice effective interpersonal relations. 
This approach would seem to lead to the generalization of 
attitudes learned within the process to relationships outside 
therapy. 
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The Importance of Genuineness in the Therapeutic Relationship 
It appears that a person doesn't necessarily need to 
be a highly trained therapist in order to provide a thera-
peutic relationship; the self of the individual and the way 
in which he behaves are more important than his techniques 
and what he does (Patterson, 1966).. Rogen3 ( 1961, p.. 269) 
notes that "some of the recent studies suggest that a warmly 
human and genuine therapist (individual), interested only in 
understanding the moment--by-moment feelings of this person 
who is coming into being in the relationship with him, is 
the most effective therapist (individual).n Then one of 
the necessary conditions for a therapeutic relationship is 
genuineness or self-congruence. 
The Importance of Self-Disclosure to the Therapeutic 
Relationship and Growth 
Maintaining privacy of feelings of inadequacy perpet-
uates for each child the notion that he is unique i.n exper-
iencing these feelings. For the child to realize that 
feelings of inadequacy are expe~ienced by everyone at one 
time or another, to dispel this "delusion of uniqueness", 
as Harry Stack Sullivan describes this phenomenon, he needs 
to learn to be open in expressing negative feelings. Jourard 
(1961) found a highly significant correlation between self-
disclosure scores of student nurses and their grades during 
their junior and senior years. Mower (1964) in his relation-
ship approach, also stresses the therapeutic value of openness 
and self-disclosure. 
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The Focus of Communication Skills Training 
The Communication Skills Training (provided for the 
Treatment group in this study) is concerned with immediate 
experience from a perceiver's :point of view. Patterson 
(1966) summarizes this phenomenological viewpoint in the 
following way: an. individual's behavior is affected by 
learned perceptions; social interaction forms the self which 
is directed toward its own fulfillment; and each self is 
unique as determiner of individual :perceptions and behaviors. 
These three statements, which influenced the development of 
the Comm11nication Skills Training, are supported by the 
research cited earlier. 
6. Contributions From Each School of ~~houg~ 
Existential 
The existential orientation included a focus on the 
here and now, with the past and future involved only insofar 
as they enter into the present experience. An individual 
fulfills his inner potential by continued participation in 
a world of things and events and always in encounters or 
dialogues with others (Patterson, 1966). 
Client-Centered 
A description of the necessary conditions for a thera-
peutic relationship to occur (see above) and a :philosophical 
rationale were provided by client-centered therapy. This 
rationale :provides the basic assumptions concerning the 
nature of man. Each individual is unique, basically rational, 
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socialized, forward-moving and realistic. Antisocial emo-
tions, like jealousy and hostility, do exist, but they are 
reactions to the frustrations of more basic impulses like 
security, love, and belonging. If an individual's basic 
needs are met, his actions will be positive, forward-moving, 
and constructive. 
An individual posseses the capacity to become aware 
of his psychological maladjustment and to move tovrerd ad-
justment when he can experience a therapeutic relationship. 
This relationship liberates an already existing tendency 
toward self-actualization. Philosophically an individual 
has the capacity to guide, regulate, and control himself 
when he is provided with reasonable conditions for growth. 
Social Learning TheorJ[ 
Rotter's social learning approach emphasizes the 
importance of the social aspects of learning and behavior, 
the current experiences of the child in his social reactions 
with others, and his behavior outside of the therapy group. 
It is recognized that the goals the ind.ividual has may l:>e 
desirable but that he may need help in developing alternate 
pathways to reach them. '~nappropriate behaviors indicate a 
failure to make discriminations among social situations. 
Insight into others, including their thoughts, feelings, 
and expectations is as necessary as insight into oneself" 
(Y.atterson, 1966, p. 241). 
Rotter's theory uses structuring to get an individual 
to attend and :r·eact to major concerns instead of leaving the 
situation ambiguous. Struc~rr·ing was also used for this 
purpose in the Communication Skills Training. 
Q!oup Process and T-Group 
Group process was used to help the children "work 
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together to release an emergent quality, called psycho-
logical climate, group morale, esprit de corps, or coopera-
tive unity, throt~h which each discovers and develops his 
inner capacitities, realizes better the nature of his self, 
releases more of his past experiences, and learns how to 
create this emergent quality in all life situations" 
(Hopkins, 1964, p. 92). Some of the goals for group 
behavior were taken from T-group theory. (Listed below.) 
The goals toward which the individuals of each group worked 
were divided into the following four categories: Self-
Awareness, Self-Confidence, Awareness of Others, and Social 
Interaction. At the end of each group session, each child 
evaluated his participation for the day on scales developed 
by the children in each group. The scales contained most 
of the following ideas. 
Self-Awareness 
1. Participates spontaneously--alternates AUpJ>orting 
and building. 
2. Shows awareness of the impact of his behavior. 
Self-Confiaence 
1. States feelings openly, honestly, and explicitly 
in the group. 
• • Q ::::- .. ' ~ • • • • • • 
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2. Demonstrates acceptance for the feelings and ideas 
of others. 
3. Willing to try new behaviors. 
Awareness of Others 
1. Listens to others. 
2. Disagrees without deflating status. 
3. Asks others to express feelings about procedures 
or ideas. 
4. Adjusts behavicr to be thoughtful and benefit 
others. 
Social Interaction 
1. Helps to diagnose problems. 
2. Involves nonparticipants. 
3. Clarifies the point of discussion. 
4. Requests information. 
5. Summarizes. 
6. Tests group committment by testing consensus. 
7. Keeps the discussion on the track. 
8. Gives helpful feedback. 
9. Accepts feedback in a non-defensive manner. 
10. Relates O\vn feelings to group activity. 
11. Suggests actions, plans, use of resources. 
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7. -~mmary 
Affective education is not considered to be an integral 
part of the curriculum in most elementary schools in spite 
of the fact that research has shown that children need def:L-
nite training and encouragement in dealing with their prob-
lems, especially with those that occu~ in their relations 
with others. The growing interest in affective education 
has not as yet resulted in any wide spread use of models to 
encourage good interpersonal communication within ·the elem-
enta!"tJ schools. 
There appears to be a circular relationship between a 
positive self-concept and good interpersonal relationships. 
It is difficult to determine which comes first: a strong 
self-concept or good interpersonal relationships. The most 
lj$ely hypothesis is tP~t the two factors constantly rein-
force each other and that their development is concomitant. 
The same circular relationship seems to exist between achieve-
ment and self-concept. 
The large body of research on the self-concept indicates 
that it is very complex, but capable of being modified in a 
positive direction. It appears that one of the necessary 
conditions in the modification of the self-concept is the 
provision of an environment where a therapeutic relationship 
can be experienced. The therapeutic relationship is char-
acterized by openness, honesty, unconditional positive regard, 
caring, spontaneity, trust, genuineness, empat~v, and under-
standing. 
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The purpose of this study is to determine the effects 
of Communication Skills Training on the self-concept and 
learning ability of fifth-grade children. In order to 
modify the self-concept, it is necessary to help children 
deal in a personal way with problems of social interaction 
about which they feel a concern since the self-concept is 
largely determined through interactions with significant 
others. 
The basic concerns that children experience in social 
interactions are: 11 concern about self-image'; 11 concern about 
disconnectedness~ and "concern about control over one's 
life" (Weinstein and Fantini, 1970, p. 39). These concerns 
formed the basis for the content of the Communication Skills 
Lessons given the Treatment group in this study. The process 
was determined by a blending of client-centered counseling, 




PROCEDURE OF THE STUDY 
1. The Subjects 
The subjects were sixty fifth-grade students at the 
G-arrison Hill School in Dover, New Hampshire. The princip~l 
assigned the school's only two self-contained fifth grade 
classes to the study at the request of the writer. 
Fifteen subjects from each classroom were randomly 
assigned to the treatment group. The remaining thirty 
subjects became the control group. 
The subjects in the treatment group were randomly 
subdivided into six sections of five each (stratified by 
sex). All the members of three groups were from Room One 
and all the members of the other three groups were from Room 
Two. 
Each section v,ras arbi trariJ.y assigned one male and one 
female group leader. 
The suo jects in the control group remained in their 
ovm classrooms during the treati!l.ent period and were expected 
to Cl.o regular class work. ·:rhis r1ay have been disrupted in 
some cases. In any event, each child received more indivi-
dual teacher attention than in the usual classroom procedures 
since only fifteen children, instead of thirty, remained in 
each classroom during the treatmen·t periods. 
The subjects in the Treatment group went to another 
classroom for the communication skills training. 
2. ~ Test Instruments 
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Two test instruments were used: ( 1) the Piers-Harris 
Children's Self-Conce~t Scale and (2) a Paired-Associates 
Learning Task. All subjects took both tests twice: (1) the 
EXJ?erimental grou:p prior to and following comm.unica tion 
skills training and (2) the Control grou:p at the same time 
as the Treatment grou:p but was given no communication skills 
training between testings. A descri:ption of the two instru-
ments follows: 
Piers-Harris Children's Self-Conceut Scale 
The Piers-Harris (1964) scale, :proven to be a reliable 
measure of self-evaluation for children, is treated in this 
study as a set of items descriptive of the phenomenal sPlf. 
Dr. Ruth Wylie, well knovm for her work in the field of self-
conce~t measurement (Wylie, 1961), recoro..mendecl this scale, 
in a -personal letter written to R .. ,J. Farls, (1967, 'P• 32) 
as being one of the best of its kind as a self-report instru-
ment for the meam.:trement of the self-conce-pt in chiloren. 
This scale describes each subject on the basis of 
items which he selects as being true or untrue of hj.s 1.1.sual 
beha:vior. rrhe differences between the scores on the -pre-
and ~ost-tests were used to compe.re the c'r . .ange in ~e-lf­
concepts in the treatment and control groups. A descr·iption 
of the steps taken by E. H. Piers and ]) • B. Harris ( 1964) in 
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developing this inst~unent follows. 
The first step was to develop the items for the scale. 
Piers and Harris used Jersild's (1952) collection of chil-
dren's statements about what they liked or disliked about 
themselves to develop these items. T~1e items were vvritten 
as simple declarative statements, e.g., "I am smart." In 
order to reduce the effects of acquiescence at least half of 
the items were negative in content, (e.g., "I do many bad 
things. 11 ) 
Originally 164 statements were included on an inven-
tory titled 11 The Way I Feel About I!Iyself". The scale was 
administered to ~linety subjects from the third-, fourth-, 
and sixth-grade c~asses in a small school. The items were 
read aloud as the children circled a nyes 11 if the items were 
true for them and a "no" if it were not true fc·· them. 
This pilot study demonstrated that the children under-
stood the items. Items that were answered in one direction 
by fewer than 1o;t, or more than 9CY-/? were for the most part 
dropped. Since the instrument was designed to identify 
deviant children a.s well as establish norms, a few of these 
items were retained. 
The scale, which now L_clu.ded 140 items, was administered 
to children in several different schools representing a cross 
section of socioeconomic levels. These children were members 
of foux third-grade classes, foux· sixth-grade classes, and 
four tenth-grade classes. 
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Three judges classified the items as reflecting 
adequate (high) or inadequate (low) self-concept to enable 
accurate scoring. :tEnety-five of the items were classified 
and scored. The mean for "high" scores based on the 95 
items demonstrated that sex was not a significant variable. 
The thiru- and tenth-grade classes were found not to be 
significantly different from each other. 
Test-retest reliability was r = .71. It was deemed 
satisfactory by Piers and Harris since some change might be 
expected over a four months period. 
The present scale constitutes the eighty items that 
met the two criteria of being answered in the expected 
direction by half or over half of the group and whether the 
item significantly discriminated between the thirty highes·t; 
and thirty lowest scores of the sixth grade sample at the 
.05 level (Cureton's chi-test) or better. 
The following instructions, suggested by Piers and 
Harris (1969, p. 1) were read prior to the administration 
of the instrument. 
Here are a set of statements. Some of them are 
true of you and so you will circle ~· Some 
are not true of you and so you will circle the 
BQ• Answer every question even if some are hard 
to decide, but do not circle both ~ and n£• 
Remember, circle tne-yes if the statement is 
generally like you, or circle the QQ if the 
statement is generally not like you. There are 
no right or wrong answers. Only you can tell us 
how you feel about yourself, so we hope you will 
mark the way you really feel inside. 
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Paired-Associates Learning Task 
A learning task was used in this study in an a·litempt 
to measure the results of communication skills training on 
learning. A paired-associates task provided a situation 
that was free from subjective bias on the part of raters. 
Du~ing the past decade research in verbal learning and 
retention has grown rapidly. The four major types of learn-
ing situations used for experimental purposes include: 
serial, paired-associates, free-recall, and extended serial 
or contextual. Associative learning was chosen for this 
study "because it is basic to many other and more complex 
forms of learning: for example; the association very early 
in a child's school experience of symbols that go together 
to make words in learning to read; to association of events 
in history; the association of concepts in arithmetic, etc." 
(Hardy, 1966, p. 11). 
"The paired-associate task consists of a series of 
pairs of items in which one item of the pair serves as a 
stimulus and the second item as a response" (Hall, 1971, :p., 8). 
The learning task used was similar and the administration 
was the same as used in a study by Hardy (1966). The learn-
ing materials consisted of two spiral notebooks each contain-
ing twelve five-by-eight pages. Eleven of the pages in each 
notebook contained outline drawings of common objects. The 
choice of drawings was made through a random selection from 
fifty drawings of common objects familiar to fifth grade 
children. In constructing the list of ~aired-associates an 
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attempt was made to make sure that a previously established 
associati'Ve relationship did not exist between any of the 
pairs used. 
In Notebook One two outline drawings appeared on each 
of the eleven pages. These pairs of pictures included: 
glass-tree, bike-hat, bed-nail, chair-apple, plate-ax, house-
kite, saw-window, bus-cat, gun-boat, car-fish, flower-pencil. 
The first page (glass-tree) was used for instructional pux-
poses. One blank page appeared between the sample page and 
the stimulus pages. 
The second picture of each stimulus pair appeared on 
each of the eleven pages of Notebook Two. These were: 
tree, __ hat, nail, apple, ax, kite, 
window, cat, boat 9 fish 9 pencil. The first 
page was again used for instruction and the other ten pages 
as test pages. One blank page placed between the sample page 
and test pages was included in this notebook also. 
The read or study-test method was used to present the 
paired-associates le~rning task since it seemed to more 
nearly resemble more of the teaching taking place in public 
schools than the anticipation or prompting methods, two 
other cow~on methods used in presenting paired-associates. 
11 In the recall method the stimulus and response pair is 
presented together for a fixed interval of time that con-
stitutes the study trial. The test trial follows and con-
sists of presenting the stimuli, with the individual 
providing as many of the responses as can be recalled. This 
test ·tr1al is followed by a second study trial, t:1en a 
second test trial, etc. 11 1971, P• 079). 
The following instructions vrere e;iven eaclc subject 
preceding the administration of tl!e lear·ning task: 
Here: are a number of :pae;es (the examiner onens 
Hotebook One). :Sach page has two -pictures on 
it (the examiner shows the subject the sample 
pair, namely glass-tree, and says:) Look Rt 
both pictures on each page caref"L,_lly. (The 
examiner then closes Notebook One and opens 
Notebook ~~o and shows subject the second 
pict1rre of the sample page namely, tree, and 
says:) Then I will show you another set of 
pages like these. You are to tell me what 
picture went '.~ith this first pict·ure. (The 
examiner pauses for the answer.) 'Nhat you are 
supposed to do is remember which two pictu~es 
go together. ~Tow as you see the tvvo pictures 
together try to remember what two pictures Y1ere 
together. 
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The ten paired pictures were each shovm to tl1e sub-
j ects for an interval of three seconds~ The second pic-
t,J~e of each pair from. Notebook Two was then pr·esented at 
the rate of one ever~r five seconds. 
::~ach response of the subject 'Nas recorded on the 
individual record sheet by the examiner. An individual 
record was kept for each subject on which Yras recorded the 
name and the number of errors and trials v.rhich 'llere reqtdred 
to reach the criterion of one complete errorless learning 
of all ten pairs. Additional trials vrere given following 
tl:.e same -proced"LITe until the subjects were able to tnake ten 
correct responses. Ten seconds were given 1Jetween the trials. 
(Between trials, the examiner says:) Now v1e 
shall look at the nictures again. '.I:ry to 
remember what two pictures were togetl!er. 
(If the sub j ec·t; asks about the test, the 
examtner says:) We shall keep looking at the 
pairs of pict-u.res u.nt il you r amember them all. 
I 
34 
Each subject was tested individually seated opposite 
the examiner at a small table. 
3. ~ne Treatment: Communication Skills Training 
According to the Meadian position (G. H. Mead, 1934), 
the experimenter assumed that each individual ·wants to be 
part of a social system. Failure in becoming a part of a 
group may be the result of not developing a complete social 
self. Developing a social self depends upon learning how 
to successfully take the roles of others in evaluating one's 
ovm positions in the social system. 1Iussen and Conger ( 1956) 
are in general agreement with the conception that much of 
the child's school socialization depends upon his ability to 
learn the ir.Lterests, attitudes, and values of his peer 
group. Upon this depends the acceptance or rejection within 
his peer group. Thus one of the major objectives of the 
Communication Skills Training sessions was to help each 
child improve his interpersonal relationships with his neers 
and the adults leading the group and thus increase his self-
esteem. A sunmary of the lessons for each Com.muncation 
Skills Training session may 'be founc. in Appendix A. 
Comrn.unice.tior1 Sl~i.lls 
The training began after tb.e administration of the 
P . ., ~ . -'- I . ,., ,_ a. .I 1 .,.., . TT • aJ.rea-~>-ssocJ.a ves Jea.rn1.ng J..aSK an c 1e J:'J.ers-narrJ.s Sel:f-
Concept scale on Hovei:iber the fifteenth and ended on December 
the eighth. The treatment was given in fifteen for'ty-m.inute 
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:periods. These periods were consecutive school days except 
for a break of three days at Thanksgiving. The experimental 
group, sub-divided. into six groups, three groups of five 
from each of the pal"ticipating classrooms, met for fifteen 
sessions. Group meetings were scheduled for the period 
following the lunchtime recess. Each treatment group was 
led by a male and a female University of New Hampshire 
student who was randomly assigned to the groups. The same 
treatment v.ras given in one room at one time to all thirty 
subjects in the treatment group. At times this VIas rather 
distracting, with thirt7 children and twelve adults working 
together in small groups in a standard size classroom which 
included only hard-su~faced walls, floors, and furniture. 
The noise level could. have been somewhat diminished with 
the use of rv~s, draperies, and soft f1~niture. The group 
leaders reported that because of the noise level some of the 
children found it difficult to concentrate on the activities 
of their ovm groups without being distracted by the other 
groups' behavior. This may have had some effect on differ-
ence between the treatment and the control grourJs. 
r.eader Tra; ning 
The training of the leaders consisted of six four-hotU' 
workshops to help them acquire ]!erceptual capabilities 
essential for group thought and action. The training allowed 
the student leaders to examine interpersonal skills and 
practice them affectively. The giving and receiving of feed-
back concerning perceptions of behavior was an integral part 
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of ~ach. meeting. In order to insure consistency of approach, 
all twelve group leaders partici-pated in training prior to 
the study and also met for feedback and planning sessions 
after each group session. 
Communications Skills Sessi~. 
The same format that vra.s used for the college students 
was adapted for the treatment sessions given the fifth grade 
subjects. The lessons emphasized the development of self 
and other awareness skills. A developmental sequence of 
awareness skills, established by Weinstein and Fantini ( 1970), 
was helpful in developing the lessons. These include: 
1. recognizing and describiP..g own feelings and 
behavior; 
2. understanding how others see and describe their 
feelings and behavior; 
3. comparing own feeling and behavior responses with 
others; 
4. recognizing various responses and their conse-
quences; 
5. testing alternative behavior patterns; 
6. deciding which behaviorial responses to use. 
The treatment is based on the hypothesis that the-
seeds of motivation are intrinsically contained in affective 
education. "vVhen a teacher encourages a child to deal with 
his inner concerns, she is validating his experiences and 
feelings. 
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In order to affect behavior, it is necessary to help 
the child deal in a personal way with problems of human 
conduct about which he feels a concern. Research conducted 
by social psychologis-ts seems to suggest that there are com-
mon concerns shared by ma~y children. Jack R. Gibb (1964) 
has identified four basic concerns that an individual exper-
iences in social situations: fears about self-adequacy, 
data concerns, goal concerns, and control concerns. Gerald 
Weinstein and Mario Fantini (1970, p. 39) concluded from 
their studies that most concerns of children fall into the 
following broad classifications: concern about "self-image," 
concern abou·t "disconnectedness, 11 and concern about "control 
over one's life." These three concerns appear in a wide 
variety of sociopsychological theories of needs regardless 
of the number of needs listed. Maslow (1954) discusses 
seven needs, ~.Turray ( 1938) lists twenty-five needs, Potter 
( 1954) includes six needs, and JWcClelland ( 195 3) develops 
his theory with the listing of three need areas. The exper-
iential lessons were designed to give the children opportun-
ities to deal with their c0ncerns in the three areas 
identified b~r Wej_nstein and Fantini (1970, p. 39): 11 self-
image," "disconnectedness," and "control over one's life." 
The lessons first attempted to develop a sen~e of 
connectedness among the members of the groups. Developing 
a sense of connectedness seems to be a prerequisite for the 
development of :feelings o:f control and positive self-regard 
in children (Weinstein and Fantini, 1970). 
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Lesson Objectives 
The verbal communication that took place among the 
group members originated in the structured exercises designed 
to help the child: 
1. to get in touch with his own ~eelings anc the 
feelings of others; 
2. to recognize that his feelings and behavior 
responses are sometimes similar to those of others 
and sometimes different; 
3. to recognize how his behavior influences the 
behavior of others toward him; 
4. to enlarge his repertoire of strategies for 
gaining identity and control. 
Subject Rates Himself 
Specific individual behavior was encouraged by having 
each child rate himself on a scale which he helped develop 
to evaluate his feeli.ngs and behavior during each training 
session. The rating was done ~1 the following areas: Self-
Awareness, Self-Confidence, Av~reness of Others, and Social 
Interaction. 
Leader :Sehaviol"' 
The leaders attempted to show unconditicnal positive 
regard for each child in such a way that the leaders were 
able to be congruent, spontaneous, and sincere in their 
behavior. They encouraged the subjects to be open, honest, 
caring, and trusting by trying to behave in this way them-
selves. They also tried to encourage good interpersonal 
communication by reinforcing it when it occurred through 
recognition of the behavior in some way. 
Group Process 
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The children were helped to work together to release 
a psychological climate where each group member could 
discover and develop his inner capabilities. 
4. The Experimenters 
In order to control for experimenter bias, two 
experimenters administered the Paired Associates learning 
task orally to an equal number of subjects on the pre- and 
post-administrations. Experimenter I administered the 
learning task individually to each subject in Class One 
and Experimenter II to each member of Class Two during the 
week prior to November 15 when the treatment started. At 
the completion of' the treatment period, the same procedure 
was followed, with Experimenter I administering the task to 
Class Two and Experimenter II to Class One. Each experi-
menter administered the learning task only once to each 
subject in the study. 
The Piers-Harris self-concept scale was administered 
by the principal investigator to Class One as a group and 
on the following day to Class Two during the week preceding 
the treatmen·t. The same procedure was followed dt~ing the 
week following the completion of the treatment. To insure 
uniformity in administration, all four of the administrations 
of' the Piers-Harris scale were made by one person. 
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5. Treatment of the Ilata 
The empirical method used to test the hypotheses l.ffiS 
that of determining the d.iffererlce between the Treatment and 
Control groups by conrpe.ring the r..umber of subjects above 9-nd 
below the median on each test. The significance of the 
rlifference between tb.e two groups was a.ccomplishea by the 
use of a median test (chi-square)$ 
The following section will establish the initial simil-
arity of the Treatment and Control groups on the criteria of: 
J,ea.rning Task performance, self-concept index, and mental 
ability. Experimenter effect will also be discus seC! .• 
rro sho'~l that the Treatment and Control groups were 
initially similar (before Treatment group participated in 
Communication Skills training), the :pre-treatment test scores 
were statistically tested. The T9.W data n~.;y be found in 
A:ppeno.ix J3. 
- ...... 
-~- .......... . 
l~stab1ishment of the Simi)-ari ty of· t1-re---~~~~'ti.'!ll.'?..Et and. Control 
P 
. d A • +. T • T k -.p .... Grou-gs on aJ.re -l~..21:§_:es . ..JearnJ..ng_ ·as~ .~r 
to Treatr.'lent 
The followii.1g procedures were followed to find out 
·whether t::~er·e 1Nere any significa:n.t in~ergroD:p differences on 
the number of trials and the nmr:ber of' ~.E.§. required for 
mastery of the I1earning task. 
( l) The scores, showing the number of t:..~ials required 
for mastery of the pre-treatment administration of the TearrJ.-
ing task, of all subjects in the Treatment and Control grou~s, 
were used to determine the median. 
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( 2) Usir..g this median, the number of subjects above 
~nd below the median for the Treatment and for the Control 
groups was aete1~ined. 
(3) A 2x2 contingency matrix was set up. and a chi-
square test was made to determine whether the groups.differed 
significantly on the nLunber of trials it took their respective 
subjects to complete one errorless learning of the Paired-
Associates task prior to treatment. 
Table 1 summarizes the chi-square analysis performed 
on the pre-treatment scores (trials) on the Learning task. 
rr.AJ3LE l. CHI-SQUARE MATRIX, VALUES, AND PROBABILITY LEVBL 
USING HUTv'iBER OF SUBJECTS lillOVE AND J3ELOW T/!}~DIAN ON 
NmviBER OF TRIALS TO 1iiASTERY OF _A_LL SUBJECTS OTT 
PRE-TREATMENT ADMINISTRATIONS O"F LE.ARNIITG TASK 
~Number Of Subjects 
Control Treatment Chi-Sa_u.are Jl 
Above Median 15 15 .067 >.70 
Below Median 15 15 
The chi-sq,,_are value o"btainen \vas not statistically 
significant (chi-square=.067; 12.)•70). This indicates that 
the Treatment and Control groups were not significantly 
different in -performa.nce on the Paired-Associates J,earnine; 
t8.sk, as measured by the number of trials each subject 
required before reacbine mastery of the task. 
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In order to provide additional cunfirmation of the sim-
ilarity of the two groups prior to treatment on the learning 
task, a chi-square test was undertal{en to determine whether 
the Treatment and. Control groups differed significantly on 
the number of errors ~ach subject made before reaching mastery 
of the task. 
Table 2 summarizes the chi-square analysis performed 
on the pre-treatment scores (errors) on the learning task. 
-------------------------------------------------------------------
TAJ3:LE 2. CHI-SQUARE T.·~ATRIX:, VAiiU3S, AI-:TI PROBA:BII)ITY I!EVEI) 
USING iTm.TBER O£· SUBJECTS AJ30VE AiiD BBLOV/ T~'LGlJIAN ON 
1-"fill<'ffi:SR OF ERRORS ~ro T/LASTERY OF ALL SUBJECTS ON 
PRE-TREATlVlliNT A.DMINISTRA'riOH OF LEA;.'tNING TASK 
?Jumber Of Sul.) j ects 
Control Treatment 
A1::ove T.Tedian 16 .067 
:Below Il~edia.n 16 14 
ti.cally siznificant (chi-sq_1J8.re=.067; 12. > .70), 0eraon::;trr::d:;ing 
were not ~ignificantly 
~'.::e criterion of mastery on the F'airea.-Associates learning 
task. 
·· .. '··. 
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Establishment of the Similarity of the. Treatment ~..Qntrol 
Grou·os on pj ers-Earri s Chilclr~n 1 s Self-Concept Scale 
The same procedures, outlined aboYet were used to 
establisL the similarity of the ~rreatment and Control groups 
on the self-concept indices of t:1e Piers-Harris scale. 
7:?..-:;~le 3 summarizes tJ:.e chi-square analysis performed 
on the indices of 'the pre-treatment acl::ninistration of the 
Piers-Harris scale. 
TA:BLE 3. (!HI-SQUARE ri~ATRIX, VAI)u3S, AHJJ PROBABILITY L3V?L 
US:IEG JTlli\ffiER OF 5J13,JECTS AJ30VE AT\1}) BELOVI UETIIAN 
ON S".SLP-CONCEPT 11-T.DICES OF ALJJ SU13JECTS OJT PRE-
TREATI:IEI?.r A:Df..UNISTRATI01~ OF PIERS-I-IA..Tffi.IS SC.AIJE 
Number of Subjects 
Control Treatment Chi-Square 
Above ?1~e6.ian 19 11 
]. 
3,267 1 .05 
:Belmv ned ian 11 lO ---
The chi-square value obtained was not statistically 
signific9.nt ( chi-square=3. 267; J2. 7 . 05), ina.icating that the 
'.Lrea tment and Control groups were not significantly differ-
ent in performance on the Piers-Harris scale prior to treat 
ment. 
Alt'.noueh not statistically significant, there was some 
tendency for Con-trol group subjects to perform better on 
the Piers-Harris scale, nineteen sulJ j ects fron t11e Control 
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group but only· eleven from. the~ Treatment e;roup scored above 
the median. ~~o control for this, post-treatment analysis 
was based on tb.e E._elative differe~ bet~11wen the two indices 
administered. This is explained more fully in a later 
section, ~ifference Scores. 
3stablisb.ment of the Similarity of the Treatment and Control 
Grouns ,in I!Iental Ab1_1 itx 
:E·ased on scores from the Otis-Lennon Mental Abilit~r 
test, administered to forty-six of the sixty subjects, thir-
teen months prior to the initiation of this study, the median 
mental ability of the subjects fell in the fifth stanine, 
using national Ase norms. The twenty-five available scores 
from the ~reatment group yielded a median stanine of 5 while 
the median stanine of the twenty-one available scores from 
the Control grou.p was 5. 5. A t-test wa.s computed to compare 
the ITental Ability stanines of the Treatment and Control 
erouns. The t value obtained was not statistically significant 
(t=l.23627; 12.) .10). There waR no significant difference 
between the Treatment and Control groups in mental ability 
as meas1.1..red by ·performance on the Otis Lennon test. 
An analysis was performed to determine whether an 
individ1.1.al' s Paired-Associates score for the n~J.mbr;r of trials 
needed to meet the cri teri.on of mastery was a function of the 
examiner ~Hho administered the task to the subject. Since l10th 
of the examiners administered the task to each subject only 
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once, the number of trials required by each subject to reach 
mastery on boji_h the nr~- and "POst-treatment administrations 
of the learning task ( 120 scores) was '-..sed to determine the 
median. The same procedures used to determine intergrou"O 
similarities were again followed to determine if there were 
significantly more subjects above or below the median for 
either examiner. 
Table 4 summarizes the chi-square analysis performed 
on the pre- and post-treatment Learning task scores (trials). 
T_!\.BLE 4. CHI-SQUAIL"S MATRIX, VALUES, AND PROBABILITY LEVEL 
USL"TG lT\JWffiER OF SUJ3JECTS ABOVE AN1.J :BELOW "MEDIAN ON 1lTIV:-
BER OF TRIAI1S OF ALL SUBJECTS ON PRE- AND J?OST-TESTS 
OF LEARNING TASK 13Y TWO EXA11INERS 
-------------------------------------------------------------
Humber of Subjects 
Examiner 
..,.. 
Examiner II Chi-Square J.. 
Above 1\:Tedian 32 28 
.533 > .30 
Tielmv f.Tedian 27 j3 
---·- - ---
The chi-square olJtained vras not statistically signifi-
r:ant (chi-sq_uare=.533, n. > .30). It was concluded, therefore, 
that the subject's response (nurriber of _:trials) to the oral 
administration of the I,ea:::·ning task was not significantly 
influenced by either examiner's administration of the task. 
As an additional test of experimenter effect, d~ta v~s 
analyzed 1.n the same manner to determine whether an individual's 
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Paired-Associates score for the number of errors made to meet 
the criterion of mastery was a function of the examiner v:ho 
administered the task to the subject. 
Table 5 sumrr~rizes the chi-square analysis performed 
on the pre- and :post-treatment Learning task scores (errors). 
TA:SLT~ 5. CHI-SQU.ABE MATRIX, VA.TJUES, ATTD PROJ3AJ3DJITY LEVEL 
USING If"u1,ffiER OF SUBJECTS P..l30Vl~ AND :SEJJOW f;IKDIAN ON l'-.Ttm-
BER OF ERRORS OF ALL SUBJECTS ON PRE- AND POST-TESTS 
OF LEARHING TASK :BY TWO EXAMINERS 
Number of Subjects 
Examiner I Examiner II Chi-Square 




Below Tiiedian 32 28 
The chi-square obtained was not statistically significant 
(chi-sq_uare=.533; .12 > .30). It ·was, therefore, concludea. that 
the snbjec:t's response (number of errors) to the oral admin-
istration of the Learning task again was not significantly 
influencea. by either examiner's administration of the task. 
All four administrations of the Piers-Harris scale ·were 
.o.ade in the same manner by the same examiner. T~ach adminis-
stration includea. fifteen subjects from the Treatment E,roup 
and fifteen subjects from tbe Control group. 
Difference Scores 
Difference scores v1ere u.se!J. for each sub~ject on the 
'Piers-Harris scale for the pos't-tr~at"Tllent analysis. The 
.. , ............... ·.'·:· 
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difference scores were computed for each subject by su.l>-
tractine; the pre-test scores from the post-test scores. 'rhe 
signs of the difference scores were positive in the direction 
of improvement on the post-treatment indices. 
Summary 
It has been established tbat the Treatment and Control 
gro·nps were not significantly different on the following 
varj_ables: trials and errors on pre-treatment administrations 
of Learning task, pre-treatment indices of the Piers-Harrj.s 
scale, and scores on the Otis-Lennon Mental Ability test,. 
The Hypotheses will be tested by determining the dif-
ferences between the Trea tm.ent and Control groups through a 
comparison of the number of subjects above and bP.low the med-
ian on each test. Chi-square will be used to test the statis-
ticaJ. significance of the diff'e:r·ences. 
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CHAPT J~H I I I 
Following the procedures outlined in Chapter II the 
three Evnotheses were tested. 
~ ... 
Hynothesis One Stated.-
Fifth-grade subjects who have participated in Com-
munication Skills Training ·will not require significantly 
fewer trials to meet the criterion of mastery in a Paired-
Associates Learning ta.sk than subjects 'Nho '!vere in a Control 
grm.l:po This mJ..ll hypothesis would be rejectAd if fifth 
graa.e su.bjects pax·tj_ci:pating in Cow.munication Skills r:.Tain-
tng should ii;lprove their performance by requiring signifi-
cantly fewer trials to meet the criterion of master~~ on th~ 
p2.l"''ticipated in r:omm.unication Skill:3 Trainin.::; experiences. 
··•:stablishment of JJiffere~ces Between the '1reatment a'!'lcl. Control 
Grouns o-:1. for '·~a co ·1- e-r~- · !_ .:.. J. •. ' v -'-,i 
c\ 2x2 C0"?.1tj_nr:;enc~r matriX •;Jas set Up and 8 chi-squ.are 
test '::as made to Cl.etermir~e whether the ':!:rea tment and :Jontrol 
,::;roups differed sic;r:ificantl;·r on the munber of trials_ it tool: 
tl:-:ej_r respective su."bjects to reach the criterion of nastery 
on the JJee.rning Task following Communication Skills trainine 
for the ~reatment group. 
Table 6 summarizes the chi-square analysis performed 
on the number of trials required by each subject to reach 
mastery of the I1earning task. 
TABLE 6. CHI-SQUARE MATRIX, VALUES, AND PROBABILITY LEVfSL 
U.SIHG NUMBER OF SliBJECTS .AJ301!F. AND BELOW WIEiliAN ON N'"JM-
BER OF TRI.A.I1S TO ~5.ASTERY OF ALI1 SUBJECTS ON POST-
TREAT.NfENT AUWillliSTRATIONS OF LEARNING TASK 
Control Treatment Chi-Square 
Above 1;~edian 18 12 
l2. 
1.667 < .20 Below Ifl:edian 12 18 
The chi-square value obtained v.ras not statistically 
significant (chi-sq:ua..re=l.667; Jl <. .20)., This finding leads 
to the acceptance of null Hypothesis One. 
Hy-pothesis Two Stated.-
"?~:Pth grao.e subjects who have participated in Communi-
cation Skills Training w:i.ll not make significantly fev,.~r 
errors in meeting the criterion of 1112stery in a Paired-
Associates Learning task than subjects who were in a Control 
group. This null Hypothesis \'tould be rejected if the f'ifth 
grade subjects participating in Communication Skills Training 
groups should significantly improve their per1~ormance by 
making fewer errors in l!l.eetiP-e; the criterion o:f master;T of 
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the Paired-Associates task than those who had not participated 
in CorJnunication Skills Training. 
A 2x2 contingency matrix was set up and a chi-square 
test v;as made to determine whether the Treatment and Control 
groups differed significantly on the number of errors made 
by their respective subjects in mastering the Learning task 
following Communication Skills training. 
Table 7 summarizes the chi-square analysis performed 
on the ntunber of errors made by each subject to reach mastery 
of the learning task. 
T}l..BLE 7. CHI-SQUARE MATRIX, VALUES, AND PROBABILITY LEVEL 
USING NUivffiER OF SUBJECTS ABOVE AND :BELOW !;U<~DIAN OlT NUM-
BER OF EimORS TO MASTERY OF AJJL SUBJECTS ON POST-
TREATiviEHT ADMINISTRATIONS OF LEAR1ITHG TASK 
Number of Subjects 
Control Treatment Chi-Square 
Above r.Tedian 18 12 
:Q 
1.667 < .20 
:Beloi'l Median 12 18 
~he chi-square value obtained was not statistically 
significant for number of trials required (chi-square=l.667; 
12. <. 20). Thus Hypothesis Two was accepted. 
Hypothesis Tluree Stated.-
Fifth grade subjects who have participated in Communi-
cation Skills Training ~~ll not report significantly more 
___ ._......, ..... ___ ..... ______ ....,.;...;.._...;.... _____________ _,;,_ __ ..:....;__...;..__.....;._ __________ ~-~~---
I 
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positive self-concepts than subjects who were in a Control 
group. This null hypothesis would be rejected if the fifth 
grade subjects in the Treatment group (participating in the 
Communication Skills Training) should report significantly 
more positive self-concepts on the Piers-Harris scale than 
those in the Control group (not participating in the Com-
munication Skills Training). 
Establishment of Differences Between the Treatment and Control 
Groups on the Piers-Harris Sc.ale Post-Treatment Administrations 
To determine whether there was any statistically signi-
ficant difference between the Treatment and Control groups on 
the pre- and post-treatment indices of the Piers-Harris scale, 
a 2x2 matrix was set up (following the procedures outlined in 
Chapter II) and a chi-square was computed. 
Table 8 summarizes the chi-square analysis performed 
on the difference scores between the pre- and post-treatment 
indices of the Piers-Harris scale. 
TABLI~ 8. CHI-SQUARE TTATRIX, VAUJES, AND PRO:BA:BILITY LEVEL 
USI1'1G NUMBER OF SUBJECTS ABOVE AND BELOW J!:J::DIAN OH DIF-
FERENCE SCORES OF ALL S\JBJECTS OF PIERS-HARRIS SClu1E 
Nu.mber of Subjects 
Control Treatment Chi-Square ]. 
Above J.Iedian 5 25 < .001 24.067 
Below i\Iedian 25 5 
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The test yielded a value that was statistically si~­
nificant (chi·-square=24 .067: p < .001). This finding leads 
to the rejection of null Hypothesis Three. 
Summary 
The findings of this study did not allow the rejec-
tion of the first tHo null hypotheses. While the differences 
between the Treatment and Control groups on post-treatment 
scores were not statistically significant, they were defin-
itely in the predicted direction, as indicated by the greater 
differences bet\·7een the Trea cment and Control groups found 
in the post-treatment scores (chi-square=l.667: :P <.20) 
than in the pre-treatment scores (chi-square=.067; p ).70). 
Null Hypothesis Three v7as rejected indicating that Com-
munication Skills Training does have a positive influence 




Communication Skills Training given to the Treatment 
grou-p in this study :provided each child an opportuni"t-J to~ 
(1) express his feelings a·!)out himself' and others, (2) 
recognize that his feelings and. behavior responses are 
sometimes similar and sometimes different :from those of 
others, and (3) recognize that his behavior influences the 
behavior of others toward him. It was hypothesized from 
previous research that the behaviors described alJove would 
improve the interpersonal relationships of the subj3cts who 
participated in Communication Skills Training and thus 
increase the :b."' positive ;:;elf-concepts. This notion VJas 
supported 1:Jy the present study inasmuch as the reported 
sel f-attj_tudes of the subject~: in the Treatment grOUJ? 'were 
significantly more posit:..-:re following treatment than the 
self-attitudes reported b:;· the Control grov:p. 
r_c!le relationship between positive self-concept and 
school achievement, indicated by earlier research, '!18.8 not 
suplJorted in this study. Al tho11gh the Treatment group (}id 
not require significantl:: fev1er trial.s. and. make significantly 
fevrer error..s.. than the c:o:::~ro1 grm1.p on the -:post-treatm~~nt 
aC!ministratiOl18 Of tl1e J:.BG!'.L1ing task, the diff8l"'e!;.C9 l)etween 
:.· .. · . 
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the groups was in the predicted direction. The reason tba.t 
the results 'Nere not siGnificant at a higher confidence level 
may be due to the length of the Treatment period and/or the 
tyne of test used to meastu•e lea:!'ning performance. Since a 
reorganization of many interrelated attitudes '!!lay be necessary 
to significantly change perform.e.nce on the learning task, it 
seems reasonable to the writer that Communication Skills 
training given over a longer period of time might have a 
greater effect on the performance of the task. Further 
research is needed to determine the influence of these ·two 
variables. 
There are implications in this research for the class-
room teacher as well as for the counselor. The :proposal of 
Arthur T. Jersild (1951) and. others, that the curricv~um in 
the pu1)lic schools should contain a planned program to teach 
children to understand themselves and others from nursery 
school onward is supported by this study. "I,et us recognize 
(in school practices) tha.t the most important psychological 
:facts in a child's life are his relationship with others and 
his relationship to him.self" ( Jersild, 1951, p. 126). 
This stuo.y indicates that children are capable of facine, 
understanding, and. dealing effectively wit1: their problems 
if enc01xraged to do so in a therapeut:ic relationship. Many 
of our school practices have helped chilo.ren evade rather 
than face the problems that occur in their lives. ~I~ he school 
can be an im-portant force in the er.illancement of a child's 
self-concept because of the fact that much of the "!!Ork with 
children is carried on in groups with caring adults. '.J~he 
·;;: • • ;;.\- ~. -. ••••• :· • ·': ·, • •• t .• • . .- ·.\· ··~ ._. •·- ••• . :-· .. _ .. ' .. '·~- ,, . ' ... ,.: . '\ ~-, ; ··.·' "~ . · ... ' 
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·teachers, this writer has known, do care for their stu.dents, 
but may ne~d help in expressing their feelings in effective 
ways to maximize and use group process constructively. 
This work also supports some of the findings of Smith, 
Krouse, and Jl;tkins ( 1961) who found the following i:Jl.plica-
tions for classroom procedures: 
1. group relations are affected by the relationships 
between individuals; 
2. self-acceptance is a large factor in a child's 
acceptance by others. 
Elementary school counselors can be effective in influ-
encing a larger number of st1..1.dents to reach toward their full 
potentials by working with classroom teachers in the role of 
Communication Skills trainers as well as training older 
students to work with the younger children in the sch0~J..s,. 
Parents and other community members can also be trained to 
work in classrooms as leaders for Communication Skills groups. 
These are some of the many ways that imaginative counselors 
can use Conmmnication Skills training to hel-p the school staff 
create an environment that; encm.U'ages growth in all membe!'s 
of the school community. 
SD:rv!J'.'IARY 
The present study was an investigation into the 
relationshin of Communication Skills Training to rate of 
learning on a Paired-Associates I!earning task and positive 
changes in self-concept following this training. The use of 
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the Paired-Associates Learning task in the present ,Nork 
provided a controlled, objectiYely measured learning situation. 
Sixty, fifth grade }.jUpils (two thirty-student self-
contained classrooms) participated in the stu~y. 
Each classroom was randomly divided into two groups: 
Treatment and. Control. Hal:f of the children in each class-
room were in the Treatment group and the other half in the 
Control gro1;.p. 
The self-concepts qf all subjects were measured on 
the Piers-Harris Children's Self-Concept Scale, a question-
naire specifically developed for children. The learning task 
was also administered to all subjects. The task was a series 
of ten picture-pairs of common objects. After the paired-
pictures were presented to the subjects, oP~Y the first pic-
t1.:tre of each pair was shown, and the subject ;.>ve~.s asked to 
recall its picture as so cia te. Additional trials were given 
unttl the subject was able to rece.ll all ten :pairs without 
errors. 
There were initially no ste.tisticall:I significant 
differences between ·the Treatment g,nd Control g:r.·oups 1 per-
formances on the pre-treatment administrations of the 'Paired-
Associates task and the Piers-Harris scale. There was also 
no stg.tistically significant difference between the c::;roups 
on mental abi.lity. Thus random assignment of the subjects 
on the }Jai:red-Associ8.tes task, 'Piers-Harris scale, and menta1 
ability test had been effective • 
. ·:· ..... 
56 
To control for experimenter bias, two experimenters 
admj_nistered the Paired-Associates task orally to an eoua.l 
number of subjects in the ~L'reatment and Control grou.ps. 
Neither experimenter administereo. the task twice to the same 
child. The Piers-:Iarris Children's Self-Concept Scale was 
administered tvrice b2r 
one exnerimenter to each class as a ... 
group. 
After adminis·tration of the two tests to sll of the 
subjects, 0ommunicc.~tion Skj_lJs 'l'rainin-5 1vas begun for the 
Tre?~traent group. The subjects vvere divided into six groups 
of five students. -, .... c;... g·"o,J .::.a. ".._ -.:. v.p of five subjects v~s led by 
tv.,ro college s"!:;u.clents en.l"olled in an interpersonal communica-
tions workshop at the University of Hew Hampshire. :~ifteen, 
' forty minute :Jessions v.rere provided. 
The Communication Skills Training groups were structu.red 
accordin.g to planned exercises with definite objectives fo:r 
each session. Summaries of the group sessions may be found 
in Appendix A. 
:During the \.Yeek follo·wing the termination of the Cmr:-
mun icat ion Skills T:caining, the Pa.ired-Associates I) earning 
task and t:'ce Piers-:=:arris scale were re-administered to t"he 
fifth erade pupils i?:":!. the Treatment and Control groups .. 
'rhree null l:.ypotheses were tested: ( l) fifth-grade 
sur je cts who have participa teo in Cormnunicat ion Skills 1'rain-
j.ng •xill not require significantly :fewer trials to meet the 
criterion of mastery in a Paired-Associates Learning task 
'than subjects who were in a Control group; (2) fifth-grade 
.. ···· 
57 
su.bjects who have :pax·ticipated in Communication Skills Train-
ing wtll not make significant~.y fe\l'ler errors in meeting tbe --
criterion of maotery in a Paired-Associates Learning task 
than subjects who vvere in a Control group; ( 3) fifth-grade 
subjects who bave participated in Communication Skills 
Training will no"t report significantly higher scores on the 
Piers-Harris Self-Concept scale than subjects who were in ~ 
ControJ group. Hypotheses One and Two were not rejected. 
Even though the dj.fferences between the scores (number of 
t~ials and errors) of the Treatment and Control groups on 
the Paired-Associates Learning task were not statistically 
significant, ·tjhe results were in. the predicted direction. 
With a larger sample and with a longer period of treatment, 
it is the inves·Gigator t s best guess, that the differences 
would be found significant. This estimate is based on the 
performance of the subjects on the Paired-Associates Learning 
task in this study. More research needs to be done in this 
area. 
Null Hypothesis Three was rejected !3-t a very high level 
of c0nfidence. It was demonstrated that "the fifth-grade mtb-
j ects in the Treatment group who participa tec1 in Communication 
Skills Training reported more positive self-concepts than 
those subjects in the Control e;rou.p vv-ho did not :participate 
in ComJn.unication Skills Training. 
The implications of these findj_ngs for educational 
:practj.ce were dj.scussed. It appears that -';omnm.nication Skills 
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Trainin£.6 would be more effective in helping fifth grade 
children achieve heal thy self-attitudes than sole reliance 
on orthodox teaching programs. It was suggested that con-
sideration be given to the formal inclusion of 0ommunication 





Purpose of the lesson: 
To g~ve a rationale for the lessons and to develop the list 
of skills necessary for comm11nicating well in a group. 
To begin the development of group connectedness. 
To begin the development of self-awareness. 
Rationale for less~: 
For the next three weeks we are going to be working 
together for forty mintrles each day. During this time I 
hope we will get to know each other really well. We are 
going to be doing exercises, seeing movies, drawing pictures, 
and :participat·ing in other activities that will help us to 
learn to work better alone and in groups. 
I. Moving Into Other Awareness--~etting to Know Each Other 
Stand with the children in a close circle vdth your 
shoulders touching and holding hands. Explain that a game 
will be played to help the members of the groups to get to 
know each other better. Going around the group, with each 
member taking a turn, each person will say the name of the 
person on either side of him. Look right at the person next 
to you while saying: "This is my friend, (Jim).", and then 
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turn to the person on your other side e.nd say: "This is my 
friend~ (Sue).''. 
Whan everyone has had a turn, sit down in a circl.e 
remaining close enough to still be ln -physical contact with 
those on each side of you. Close your eyes. When you feel 
like it
1 
tell what you are feeling £ro~ the two people you 
are sitting nearest. 
When everyone has had a chance to talk tJ:"l..at wants to 
do so, open your eyes and introduce another person in the 
group by "telling three or four things about him or her (:Brown, 
1971, P• 136-137). 
II. Developing Skills Lists 
What are some of the things that you do in a group 
that make it easier to work together? (Make a list of the 
children's suggestions.) I'll make a list of these skills 
ana add some that I think are useful for me. Next time we 
meet I'll give each of you a list so you can check the 
skills that you are using in our group meetings each day. 
(List of skills in Chapter I, P• 23, of this dissertation.) 
III. Developing Self-Awareness 
1.:Iaterials needed: c:r.·ayons, paper for drawing. 
7!e are going to play a game to help get to know more 
about ourselves. Have the children repeat the chant and 
exercise several times. 
I am rubbing my head. 
I am feeling my hair. 
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I am touching my ears. 
I am rubbing my neck. (J3rown, 1971, :P.l'• 134-135). 
After warming up on this, give them the following 
directions: 
"Now rub your head. Try to find out if you have 
bumps on your head. Now run your fingers around your ears. 
Feel for soft parts, hard parts, bumpy parts. Close your 
eyes. Put your fingertips over your eyes o Feel the eyeball 
move underneath by moving your eye underneath. Vfhat does 
the skin on top of your eyes feel like? Soft, rough, smooth, 
bumpy? Now move to your eyelashes. Open and shut your eyes 
over your fj_nger. .A:re your eyelashes long or short? Straight 
.. t') 11 or curJ..y .••• (Brown, 1971, p. 135). The rest of the exer-
cise guides the feeling of the nosP., the breath, lips, teeth, 
and chin. It ends by asking the participants to close their 
eyes and remember the softest part, coldest part, hardest, 
warmest. 
Give the children paper and crayons and ask them to 
make a picture of the y.;ray their faces felt. When the1r "' 
finish, ask them to share them with the group and tell what 
they discovered about themselves. 
IV. ClosiE:S 
Put both of your :hands on the shoulders of each member 
of the group, looking the person in the eye, say goodbye. 
Encourage everyone to say goodbye in the same manner • 
.. ;.,,.·,.:·· . . ,. 
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LESSOI~ TWO 
Purpo~e of the lesson: 
To continue the development of the skills stated in Lesson 
I, emphasizing group connectednt?ss. 
Recognizing and describing how you feel about yourself. 
Understanding how others feel and describe themselves. 
I. Communication Exercise 
Choose a partner from your gror:~p. Sit back to back 
and talk to each other without loo'king at each other. Face 
each other and communicate just using eyes. Close your 
eyes and using just your hands bave a conversation. (say 
hello, take a walk, 11.ave a fight, resolve the conflict, say 
goodbye.) Talk about the dj.fferent ways of communicating 
and which way seemed the most effective (Lyons, 1971, p. 
132). 
II. Composite Picture 
Divide the group into two parts and, using crayons 
make a composite picn1re on a lexge sheet of paper. The 
figure will be made from the real characteristics of thE! 
members of your grou~. Give the figv~e a name. 
Share you.'t' ·picture with your group identifying each 
characteristic of your figure. 
Think about what part of your body was chosen to 
be represented in the drawing. How did you feel about it? 
(Lyons, 1971, p. 137). 
III. Skill Charts 
Discuss the skills list that you :prepared from the 
suggestions of the children. Have the children check the 
skills that they used or learned for the day. 
IV. Closing Exercise-1~ssa£e Traig 
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Sit in a circle, facing the same direction with hands 
on the neck of the person in front of you so as to form a 
train. Give a rub as relaxing as possible. After two 
minutes reverse the train. 
Change massaging in relation to the following words: 
gently, with more pressure, savagely, teasingly, tenderly 
(Lyons, 1971, p. 134). 
LESSON THREE 
~pose of the lesson: 
To understand how others see and describe what is happening 
to them. 
To discuss the issues tJ:1at relate to the lives of the 
children as they are dealt with in the film such as 
jealousy, pride, sharing, ·working together, trust, friend-
ship, and forgiveness. 
Materials: scraps of colored paper, :paste, scissors, 
string, film, A Sera] of Paper an§ a Piec~ _Q:f String 
I. Introduction to Film (About five minutes.) 
Have each child choose a scrap of paper and a string 
that appeals to him. Talk together about which they'd 
rather bee Have the children leave the strings and papers 
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in their circles and go i-:1.to the f1..a.ll for the showing of 
the film. 
II. Show Film (After film go back to groups.) 
III. Discussion of Film 
1. How do you see yourself? Are you. more like the 
scrap of paper or the piece of string? 
2. ~~ich would you have rather been in the film? ~11Y? 
3. If you were a scrap of paper, w:b..a.t shape would you 
like to be? 
4. If you were the string, what shape \VOUld you take 
or what would you like to do? 
5. Have you ever felt like the paper did when the 
string changed shape so many times? 
6. How do you think the string felt when the scrap of 
paper started to brag about all of his uses? Has 
this ever happened to yo~? 
IV. Creative Activity 
Have the children again choose a scrap of paper and 
a string and ask them to make anything they want out of the 
par,;er and strine that shows what they can do when they work 
together. 
Have the children siww their creations and explain 
how the string and paper are worki::g together. 
v. Closing 
Have the children check theiz' skills cha.r"l::.; -~ Has sage 
Train. 
- ,. ·.' . .'-' . : : ' . . . . . .... , ~-; . . . ' -' ·~ .. -:.,_,,. ·--.·'· 
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LESSON FOUR 
Purpose of the lesson: 
To help children acknowledge strong points of others. 
To help children understand that everyone is different in 
some WP-YS as well a.s being -<;he same in some ways. 
To encoura~e group connectedness through trust. 
To build the feeling of control. 
Materials: one orange for each group member, paper towels, 
:paper bag. 
I. Becoming Aware of Your Orange 
1. Look at the color. Is it like everyone else's? 
2. Look at the shape. Is it big or littl~? 
3. Now look for any special spots on your orange? 
4. Make up a story of how your orange got the way it is. 
5. Everyone shares story. 
6. Now that you know youa, orange look at someone else's. 
7. Put all the oranges in a :pile in the middle of the 
group. 
II. Becoming Aware That. Everyone is Different 
(no.) 
(Well not all oranges are alike.) Are any two alike? 
1. Can you think of other things that may seem alik~ 
at first but once you really look you discover all 
kinds of differences? 
2. \'lho would like to go around the group and say one 
special thing about each person that makes him 
different from. everyone else? 
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3. If they name only physical characteristics, show 
by example different behavioral characteristics of 
the members of your groupe 
III. Developing a Sense of Coptrol--Marionettes 
(After you are leadar once 9 ask a child to lead in 
order to help him develop a sense of control.) 
One person controls all the others by telling them 
where the st~ring is attached and where it is no longer 
attached. 
IV. Sense of Tc;Hsh 
Everyone t3.~:es his own orange from the center. 
Passes the orange::: around the circle with closed eyes and 
sees if he can identify his own orange through touch. 
Each child pee~.s his orangs on a paper towel and 
feeds it a section ?.:G a time to each of t}:;~~ group members. 
v. Closing 
Discuss and check skills charts. Massage Train. 
LESSON FIVE 
Purpose of the lesson: 
To develop the imagination in relation to the use of the 
body. 
To help children be more aware of each other. 
To build trust among the group members. 
-- -------·---------.. -----------,. 
I. Phxs ical V/arm-u;p.£?. 
Place your :palms together in front of your 
chest and presa as hard as possible. Pretenu 
there is something very heavy in front of you and 
push it as hard as you can. Walk easily in place. 
Put some strut in your walk. Increase your speed 
now and wave your arms as though they were birds' 
wings; walk faster and flap faster; take off; soar, 
crash land. (Lyon, 1971, p. 132) 
II. Building Tr:,u.st 
A tight circle is formed with one group member in 
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the middle. Every member places two hands on the person in 
the center to support him as he lets himself fall back and 
forth as he is gently pushed by the gr~up members. ~ben the 
leader gives the signal, the person in the center is lifted 
by all other members and is gently rocked back and forth and 
then laid gently on the floor. Let each person lie for a 
moment on the floor and tell how he is feeling 8. t tl'l.a. t 
moment. Give everyone a turn that wants one. 
Take your time and discuss exercise when :i.t is 
completed. 
III. Closing 
Rear entries on individual skills charts aloud and 
discuss, having each child check his own chart. 1'.1assage Train. 
LESSON SIX 
Purpose of the lesson: 
To help the children experience trust ana. dependence. 
To compare ones' feelings and behavior responses with those 
of others. 
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To distinguish between one person's perceptions and another's. 
To hel-o the child de-oend on other than sight for receiving - -
the world .. 
I. Falling 
Divide the group into pairs. Each two individuals 
stands looking in the same di:J."'ection. The one in front 
spread-eagles his arms and lets himself fall back on the 
other person who catches him. before he hits the floor. 
Then they trade off. 
One student gives another a head roll. One of the 
pair lies on the floor. The other one clasps his hands 
under the other's neck, he: :rolls the other's head around and 
up and dmm.. Then he relaxes the other's arms by shaking 
them out and massaging the tense places. 
II. :Blind ~.valk 
One student wears a blindfold and another takes him 
on a walk outdoors. No talking is allo·wed so that they must 
develop some communications systems other than speech. The 
leader takes his partner around on interesting side trips 
"to explore objects non-verbally and to experience different 
sensations, like running, feeling water, grass, trees, etc. 
The children should not go off the school grounds for this 
activity., The leaders should go outdoors with them. After 
ten minutes the other child is blindfolded and led by his 
partner. 
When you. come back into the building, take time to 
discuss the experience with your group_ 
III. .Qlosing 
Discuss and check skills charts. 
LESSON SE"VEN 
Purpose of the lesson: 
To learn to work together with everyone participating. 
To help the child recognize and nescribe what is happening 
to him. 
To compare his feelings and behavior responses with those 
of others. 
To encourage the child to use his imagination. 
I. Milling Exercise 
(This exercise can be done with everyone in the room 
participating at once. Ask everyone to mill around the 
room without touching anyone else.) 
Imagine that you are walking in water. 
Splash around a bit. Get the feel of the water. 
How the water is rising to cover your feet. It's 
up to your knees now. Feel the difference in the 
·way you walk and move. The water has risen to 
your thighs now and is at y01.1r groin. Feel the 
water with your fingertips. The water continues 
to slowly rise and is at your chest; now only your 
head is above water. Feel the space around your 
head; keep moving. Now the water completely covers 
your head but you are still able to breathe. The 
water is beginning to reced.e now, your head is 
completely out of the water. Feel your space; you're 
dripping, The water is at your waist; now at your 
groin; now at your thighs; now at your knees; now 
at your ankles; now you are standin~ in a puddle 
again. Relax. (IJyon, 1971, p. 134) 
II. Creative Play 
Divide your group into two parts. Using your 
hands, and other parts of your body if you ·.vant, 
make a house. T,~ake a school. 1/Iake a car. I.·Take a 
.,-,--;. 
living thing. 
did it feel? 
What happened 
(Brown, 1971, 
Talk about it when you finish. How 
~~'ere you able to work well together? 
~.7hen someone didn't want to cooperate? 
:P• 187) 
III. Improvisation 
One child goes out of the room. The group develops 
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a dramatic situation in which the person out of the room 
will have a central role. When everyone in the room is 
involved in the situation, have the child in the hall return 
to the group, figure out the role he is to play and get 
involved in this role. (Ex. Everyone in the group can be 
an animal in the forest and the child in the hall can be a 
huntsman. Or everyone in the group could be members of an 
orchestra and the person in the hall could be the orchestra 
leader.) 
IV. Closing 
Read the skills list aloud while the children check 
their own lists. Massage .. . .;..ra~n. 
LESSOH EIGHT 
Purpose of the lesson: 
To understand how others see and describe what is happening 
to them. 
To compare one's feelings and behavior responses with those 
of others. 
To analyze the varied responses and their consequences. 
To have the opportunity to try out new behaviors. 
:; ,· .. ···.·:. .;.,·.>, .. ,.: 
• '.,\. ;r • ... , 
I. l'Jiarionettes 
Have different children lead the exercises. 
II. In the TVIanner of the Per £!.9!!_ 
One member of the ••• group leaves the room 
while the others pick a person to be "it11 • The 
member who haf' left is called back in, and it is 
up to him to identify the person who is 11 it 11 by 
going around the grou:p and asking each member to 
do things "in the manner of the person" who is 
"it". tLyon, 1971, :p:p. 140-141) 
After the person who is "it 11 is guessed, take time 
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to discuss how he feels about the feedback he has received. 
Help the owner analyze his behavior and its consequences 
and work out opportunities to try out alternate behaviors 
if the person vsnts to do this. 
III. Closing Group 
Skills list checking. 
Say goodbye by putting both of your hands on each 
members' shoulders looking the person in the eye and 
saying goodbye. 
LESSON NilrE 
Purppse pf the les~~~: 
To see how others see and describe another :person. 
rr 0 understand how others see and describe what is ha:p:pening 
to them. 
To experience being needed by others in achieving a goal. 
To learn that not being needed by others in achieving a 
goal does not necessarily mean being rejected by oth~l~s. 
; ,_; 
I. :Mirroring 
Divide into dyads. One member of the dyad 
is a person, the other is a mirror and mimics 
everything the person does. Can be done best in 
the beginning by standing and using large move-
mentB of the body, hands, and arms, and head • 
••• Switch roles after about three to five minutes. 
(Brown, 1971r P• 58) 
II. Mood Masks 
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Each group leader should have a paper-bag mask. 
In each group one of the leaders should have a 
caption on his mask reading "M.A:D", and the other 
one should read "HA.PPY". Each mask-wearer has an 
explanation for his mood as follows: Mad, because 
the teacher gives ma work that is too hard; Happy, 
because I won a fight with a bigger kid. Tell the 
children that they are to guess why someone like 
them would be mad or happy. They can ask the mask 
wearers any yes or no questions. Take time to 
pursue any feelings that the children may show at 
this time. (Weinstein and Fantini, 1970, P• 189) 
III. Human Anagrams 
Each group has papers with a letter on it for 
every member of the group. Pin it or tape it on the 
fron·t o:f each child. You might use S,N,R,E,I,A,O. 
Ask the children to form as many words with the 
letters as they can within a five minute period. 
The leader records the list of words formed. Play 
the game twice. The first time ask the children 
not to talk; the second time they are allowed to 
talk. Re-arrange the letters for the second game. 
(Lyon, 1971, p. 215) 
Discuss the issue of performing a task and how it feels 
to be needed or not needed by the group. You may also want 
to discuss how their roles and behaviors affected the other 
members of the group. 
IV. Closing 
Skills charts. 
Falling into partners arms. Head massage. 
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LESSON TEN 
~pose of the lesson: 
To understand how others see and describe what is happening 
to them. 
To understand how others see and desc~ibe another person. 
To provide an opportunity to be creative. 
To experience and learn about the relationships or lack of 
relationships between the items of nature. 
:r. 'Mirroring 
Continue as started yesterday. If children are 
getting into it, add facial expressions and smaller move-
ments to agenda for mirroring. 
II. Actions and Reactions in !'~:,:ture 
Each member of the group selects a name 
representing an item in nature: wind, mountain, 
sun, snow, ice, sand, river, etc. and is asked 
to 'be" it. The children pair off and work out 
a skit, pantomime, dance, etc., which will express 
the relationship between the items they represent. 
Each pair presents its representation to the group. 
Next have the children form groups of three, 
choose new items and work out new relationships to 
be presen~ed to the group. The children may want 
to discuss each presentation. ( I1yon, 1971, pp. 210-
211) 
III. Sharing Secrets 
Each child will need a small piece of paper and a pen-
cil. Have each child write out a secret or personal feeling 
that he has about school or other experience that he would 
usually find it difficult to talk about. Put the secrets 
·.·::, 
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in a pile and scramble. Then each person selects one 
paper a!ld reads it aloud and -t;alks about it as if it were 
his own. He tells how he thinks that the person with that 
secret might feel. 
IV. Closing_ 
Check list and discussion. 
Massage Train. 
LESSON ELEVEn 
Purpose of the lesson: 
To show the students that there are different ways of 
seeing the same situation. 
To show the students that one's state of mind or feeling 
influences one's perception. 
I. Mirroring 
II. One-Way Glasses 
The leader shows two nairs of sunglasses 
with different colored lenses. He explains 
that they are special glasses and that wearing 
them makes the wearer see everything in a special 
way. The first pair of glasses are suspicious 
glasses and make one feel suspicious toward every-
one and everything when wearing them. Have one 
of the groun members wear them. Members of the 
group ask this person questions and the wearer of 
the suspicious glasses answers in a suspicious 
way. Then the leader shows the second pair of 
glasses, which are rose-colored and which make 
the wearer feel that no matter what anyone says 
they they really care for him. Have the group 
ask questions again. (Weinstein and Fantini, 1970, 
:PP• 79-80) .. 
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III. Role-P.laying Si tuatiog 
Three students are sitting al"ound a breakfast table 
playing the mother, father, first child and they are joined 
by the second child who is wearing suspicious glasses .. 
"Without really involving the second child in their own 
conversation, various members of the family directed 
remarks to him. (The second child was instructed to call 
out "freeze 11 whenever he wanted to say what he was thinking.)." 
(Weinstein and Fantini, 1970, p. 80) See example of a role-
playing situation in the reference cited. 
This same situation may be repeated with the second 
child wearing rose-colored glasses. 
To sum up the lesson have the children help you make 
a list of different glasses people might wear. Discr ..ss 
what glasses they think they often wear. 
IV. Tug o:r:_~ 
Group divid.es into halves. Have imaginary tug of 
war with imagir~ry rope--try to have them pull together, feel 
the rope, etc •• 
V. Closing 
Skills list-check together as you read the items aloud. 
LESSON TWELVE 
Purpose of the lesson: 
To help children understand how wearing a particular pail"' 
of glasses ma1ces it difficult to see the actual characteris-
tics of another individual. 
. · : _.._.-·· • ... ;·>.: ·.· .. :r,·· 
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To help the children understand that wearing one :pair almost 
r: Jntinually limits their :perceptions of themselves and 
others. 
I. I\~arionettes 
II. Behavioral Onewayness 
This concept is introduced by the leader "by calling 
attention to this ~uality in a number of comic book ana 
television characters who act the same way all the time: 
brave, good, bad, and. so on. 11 (Weinstein and Fantini, 
1970, P• 85) 
Different characters are discussed and role-played, 
having the :person playing the character wear the glasses 
that this person typically wears. :Discuss what distil1o"1lishes 
between the effects of one pair of glasses and another. 
III. Role-Playing Activity II 
11 In another role-playing activit;r, a. st-udent was sent 
out of the room 'for talking, 1 ana. 1 counselors 1 talked VTi th 
him. 11 (Weinstein and Fant:Lni, 1970, :p. 85) Have children 
take t1~ns :playing the student and a self-righteous counselor 
and this student and an unself-righteous counselor. See 
examples of role-playing situations in reference cited :p. 86. 
IV. Closing 
Head aloud skills list as chjldren evaluate their 
behavior. 
Massage Train. 
. ., .. ,., . 
'· .. ·;·,' 
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LESSON THIRTEEN 
Purpose of the lessQg: 
To help the children perceive the difficulties in developing 
new view of other people. 
I. Physical Warm...:Ups (See Lesson Five.) 
II. Role-Playing Activity 
Select two children to interview one of the leaders. 
Unbeknown to the rest of the group one interviewer should 
wear curious glasses and the other one put-down glasses. 
When yon. finish each exercise, discuss the following 
q_uestions with your group. "How did each person make me 
feel? How did I feel about each person? What kind of 
gl.a,sses might each interviewer have been wearing?" ( Wein-
stein and Fantini, 1970, p. 87). 
III. Twen~y~uestio~s 
Everyone in the group participates by wearing 
curious glasses. One of the leaders role-plays a student. 
Fer example it may be a student who is popular and capable 
out of school but who has difficulty achieving in school. 
The children may ask any questions that can lJe answered by 
yes or no, or short qualifying answ~rs likef sometimes or 
no more than anyone else. The group tries to find out as 
much as possible al)out this person in twenty questions. 
After the last question the group summarizes what they know 





Hands on shoulders to say good-bye. 
LESSON FOURTEEN 
~urpose of the lesson: 
To encourage the children to discuss their ~ositive feelings 
about themselves and others. 
To give the children an oppor~~nity to behave positively and 
suppor·tively. 
I. Falling (See Lesson Six.) 
II. Wearing Strong-Pq,tn:t:_ Glasses 
Tell the ~hildren that t·hey are going to wear glasses 
that seem to be very hard to weaJ:' :for very long even for 
adults. They are strong-paint gla1:;ses. Each child is to 
take a turn te: ling the rest of t.he gro111'; hj_s strong :points, 
and when he runs out of Etror.!.g-points the other members of 
the group might r-?llp him find additinlal s·trong-points. 
:!)is cuss the :,~allowing questions: 11 How do you feel 
about this whole idce. 11 H<':,w -:~ ~) you feel when this is going 
on? Why are these the mo:.;"0 difficult glasses to wear? 
We're often taught to look at the worst in ourselves and 
others; to be overly critical. Ythen we wear oneway glasses 
or only a few J.Jairs of glasses--that is, critical or put-
dovm glasses--we see only a piece of the world. The more 
79 
different kinds of glasses we are able to wear, the more 
we are able ·to see." CiJej_nstein and Fantini, 1970, p. 93) 
III. Plannin_g Session 
Plan what activities you rdll do with the children 




Purpose of the lesson: 
To evaluate the preceding lessons with the children. 
To talk about ·what each chilo. learned about himself and 
others~ 
I • Sha.r i I}£ 
Since today is the last ::.1eeting, pretend that you 
are on your way home after school tonight. Th:i.r!.l.;: c:.bout the 
things that you may have wanted to say but didn 1 t, v;hether 
they ,·rere negative or positive. Then share tbem with the 
group if you'd like to do so. 
JI. G:r.·ov:t Planned Activities 
:Do the activities that you and your children :p1annec1 
f.' or today including y01.rr final evaluations. 
I:!:I. Closing 
Say good-bye ·t;he way yo·u..r· group likes to the best .. 
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A.PPEUD IX J3 
RAvV IlATA: TREATMENT GROUP 
PAIRED-ASSOCIATES PAIRED-ASSOCIATES PIER.S-HARRIS PIERS-Hll.F..RIS 
PRE-TEST POST-TES'r PRE-TEST POST-TEST 
SUBJECTS TRLi.J.JS EF.RORS TRIALS ERRORS SCOR.ES SCORES 
1 11 44 4 11 49 59 
2 6 27 2 4 55 64 
3 3 11 2 2 66 73 
4 4 16 2 4 42 52 
5 6 31 2 1 43 56 
6 6 21 2 4 39 55 
7 7 22 2 1 60 70 
8 3 8 2 4 69 77 
9 7 26 5 20 48 51 
10 4 14 2 4 57 61 
11 4 18 2 1 64 72 
12 5 15 3 3 51 59 
13 3 8 1 0 64 73 
14 I"" 23 2 2 49 64 0 
15 8 38 4 9 47 65 
16 ,... 20 3 5 58 73 0 
17 4 14 4- 7 43 46 
18 3 11 3 14 54 61 
19 6 19 4 11 31 42 
20 4 14 2 1 49 57 
21 4 9 3 5 41 55 
22 9 21 4 7 48 57 
23 3 9 3 7 61 65 
24 5 12 4 10 53 55 
25 2 5 2 2 44 51 
26 7 25 2 5 25 33 
27 9 29 3 7 74 80 
28 6 16 1 0 53 64 
29 5 19 3 5 33 64 
30 5 16 2 1 60 
75 
81 
RAYl DATA: CONTROL GROUP 
PAlR;_"'m-ASSOCIATES PAIRED-ASSOCI/tTBS PIERS-HARRIS PIERS-HARRIS 
PRJ~-TEST POST-TEST PRE-TEST POST-TEST 
StJBJECTS TR.IALS ERRORS TRIAI·S :i'JRRORS SCORES SCORES 
31 3 2 3 6 51 55 
32 9 18 3 6 45 49 
33 5 17 5 16 56 60 
34 9 30 2 5 51 55 
35 6 23 2 2 52 53 
36 5 15 3 5 74 74 
37 7 21 4 13 35 38 
38 4 16 4 5 66 65 
39 6 19 1 0 60 63 
40 3 7 2 3 64 60 
41 6 21 2 1 60 67 
42 4 10 4 17 69 74 
43 3 4 2 1 73 74 
44 4 9 3 9 57 59 
45 5 14 5 10 46 48 
46 4 14 3 7 40 44 
47 6 19 3 7 58 62 
48 7 20 3 8 54- 61 
49 6 21 2 1 64. 75 
50 5 13 4 8 59 57 
51 7 28 1 0 66 75 
52 ll 40 3 2 55 66 
53 3 7 2 3 48 42 
54 
n 
0 28 3 6 39 40 
55 3 9 2 r- 64 62 ".) 
56 4 18 3 8 76 65 
57 3 12 1 2 78 76 
58 r 0 24 3 7 52 54 
59 6 30 4 8 50 54 
60 4 14 3 4 67 69 
. ,-; ·.; . ., . - '··· .. ' '·· . ·_:. ,<;.:·, ~'·:~:-:, ; . .. -: .• :, . ,. . ~ . , ... , .• ,,,. __ ..__._ •• ' J•.' 
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